The purpose of the study is to examine the impact of early childhood teachersí reading attitudes, the total number of the books they have read about their profession, the total number of the books they have read on general topics, and their teaching experience on their teaching efficacy. Participants consist of 362 early childhood teachers from 51 different cities in Turkey. Of the 362 participants, 333 are female (91%) and 29 are male (9%). The ages of the teachers range from 21 to 50, with a mean age of 27.47. The participants responded to a personal questionnaire; Early Childhood Teachersí Teacher Efficacy Scale (ECTTES) and Reading Attitude Scale (RAS). Stepwise regression analyses for subtests CM, SE, PI, P and for total teaching efficacy indicate that reading attitude and teaching experience are significant predictors. For subtest C, reading attitude and age appear as significant predictors. For subtest IS, only reading attitude appears as a significant predictor. Accordingly, in order to improve early childhood teachersí reading attitudes, book clubs and peer reading groups are recommended.
Introduction
A plethora of studies have revealed that self-efficacy is an important predictor of performance and a primary cause of the feelings of self-worth and perceived usefulness. Bandura (1997) indicated that teaching efficacy is a specific case of self-efficacy. Tschannen-Moran, Hoy and Hoy (1998) defined teaching efficacy as ìthe teacherís belief in his or her capability to organize and execute courses of action required to be successfully accomplished as specific teaching task in a particular context (p 233) .î This definition is accepted as the operational definition for teaching efficacy for the purpose of this study. The purpose of the study is to examine the relationship among early childhood teachersí self-report of their own teaching efficacy, the number and the types of the books they have read, and their reading attitudes.
Teaching efficacy has a direct impact on teachersí motivation, resilience, and performance and an indirect impact on students through their teachers. Studies have shown that teachers with a higher teaching efficacy belief than their colleagues display a higher commitment to teaching (Ware & Kitsantas, 2007 , Fedosejeva et. al, 2018 and they experience higher job satisfaction in teaching, experiencing less stress (Tschannen-Moran, Hoy & Hoy, 1998) and less teacher burnout (Skaalvik & Skaalvik, 2007) during teaching. Teacher efficacy has an impact on teachersí use of teaching strategies. It was shown that efficacious teachers are more willing to implement new instructional ideas compared to their less efficacious colleagues (Gaith & Yaghi, 1997; Kabadayi & Bozkurt, 2015) . In another study, Shchar and Shmuelevitz (1997) have found that efficacious teachers are better at promoting learning in slow students than less efficacious teachers. It has been found that a high sense of teacher efficacy relates to less interventionist and more democratic classroom management (Gencer & Cakiroglu, 2007; Yeo, Ang, Chong, Huan & Quek 2008) . Teachers with high teaching efficacy have been found to be more eager to adopt innovative teaching techniques than those with lower teaching efficacy (Gaith & Yaghi, 1997) . These studies have revealed the impact of teaching efficacy on teachersí professional functioning. Better teachers mean better educational outcomes. Therefore, it is important to examine factors that could influence teachersí teaching efficacy (Kabadai . , 2015) and it was claimed to contribute to sustainable professional development of teachers, which would increase their quality (El-Deghaidy, 2012; Zhukova, 2018; Drelinga, et al., 2016) . Thus, it would be possible to increase teachersí teaching efficacy.
Studies have also shown that the students who have teachers with higher teaching efficacy have higher motivation (Mojavezi & Tamiz, 2012; Pan, 2014; Midgley, Feldlaufer, & Eccles, 1989) , and display higher academic achievements (Shidler, 2009; Goddard, Hoy & Woolfolk-Hoy 2000; Muijs & Reynold, 2002; Caprara, Barbaranelli, Steca, & Malone, 2006; Goddard, Hoy & Woolfolk-Hoy, 2000; Muijs & Reynold, 2002; Ross, 1992; Shidler, 2009; Swanson, 2014; Tournaki & Podell, 2005; TschannenMoran & Johnson, 2011) than their peers who have teachers with lower teaching efficacy. The study of Muijs and Reynold (2002) is especially important because they have found that teachersí self-efficacy is related to student achievements even when it is controlled for prior achievements and background factors. They have also found that efficacious teachers are more open to innovations, more willing to work on their professional and personal improvement than less efficacious teachers. That is, students with more efficacious teachers perform better academically and are expected to do better in the future than their peers who have teachers with a low sense of teacher efficacy (Kotaman, 2010) .
Knowledge and Teaching Efficacy
Above-mentioned studies have emphasized the contribution of teachersí teaching efficacy beliefs on teachersí teaching performance and educational outcomes. Therefore, a plethora of studies have examined the factors that are related to teaching efficacy. Thus, it would be easier to implement applications which would increase current and prospective teachersí teaching efficacy beliefs.
Since the mastery experiences are the most effective sources of self-efficacy (Bandura, 1977 (Bandura, , 1986 , many studies have focused on the relationship between teacher training and teaching efficacy (Henson 2001; Tschannen-Moran, Woolfolk-Hoy & Hoy, 1998; Woolfolk-Hoy & Burke-Spero, 2005) . Effective teachers experience the mastery experiences and the characteristics of effectiveness in order to achieve a good command of content and pedagogical knowledge, and they are informed about a broad range of subjects (Bélanger and Longden 2009; Colker 2008; Watson et al. 2010) . Bandura (1986) has pointed out that the knowledge level of individuals on a certain task may affect their level of efficacy on that task. Therefore, it is reasonable to expect that current and/or prospective teachersí high level of content and pedagogical (educational principles, alternative instruction techniques, etc.) and general knowledge might be related to teaching efficacy. Recent intervention studies have revealed that improving content (understanding the content to be taught) and cognitive pedagogical mastery (success in understanding how to teach a subject) increase prospective (An, Tillman & Paez, 2015; Bautista & Boone, 2015; Can, 2015; Çinici, 2016; Flores, 2015; McCall, 2017; SancarTokmak, 2015; Tatar & Buldur, 2013; Kabadayi . , 2007) and current teachersí teaching efficacy (Chao & Ho; Telese, 2016) . For example, Sancar-Tokmak (2015) investigated the impact of curriculum-generated play instructions in mathematics on the teaching efficacies of early childhood education pre-service teachers. Every week, investigators adopted activities about such curriculum-generated play instructions as individually finding play activities according to the selected mathematical subject, preparing a curriculum-generated play lesson plan in 16-week Play in Early Childhood course, which is offered to prospective teachers in their second year. Sancar-Tokmak (2015) has found a significant increase in prospective early childhood teachersí mathematic teaching efficacy. Qualitative findings gathered through structured interviews with participating prospective teachers support quantitative findings. Prospective early childhood teachers stated that ìwe gained information about the early childhood mathematics program, instruction design, finding play activities suitable for instruction, learning how to teach using play activity, pedagogy and learning a variety of play activities to be used in the education (Sancar-Tokmak, 2015, p. 16) .î Thus, they also mentioned that they believed that they would be able to teach mathematics after the course better (Sancar-Tokmak, 2015) .
The above-mentioned studies have revealed the importance of content and pedagogical knowledge in the formation of teaching efficacy. Reading is one of the most important tools for obtaining information and learning (Cunnigham & Stanovich, 1997; Spira, Bracken, & Fischel, 2005; McGuinness, 2004; Chall, 1996) . Therefore, reading enables lifelong learning and development (Ki . zi . let, 2017) . Continuous learning and development are the basic qualities of good teachers (Bélanger & Longden, 2009; Colker 2008; Watson et al., 2010) . Therefore, it is reasonable to assume that teachers who are good readers can improve their content and pedagogical knowledge through reading. Life-long learning and development are compatible with sustainable teacher development because teachers should be able to meet the needs of todaysí students as well as prospective students. Teachers can achieve the professional development through sustainable teacher development (Hiller & Reichart, 2017; Fedosejeva et. al. 2018; SalÓte, et. al., 2016) .
Several studies have investigated the relationships between the reading attitudes and the reading habits of current and prospective teachers. Studies have revealed a positive relationship among prospective teachersí reading attitudes, reading habits and let, 2017) . That is, prospective teachersí critical thinking ability is increased with their positive attitudes toward reading and the number of the books they have read or the time they allocate for reading. Studies with teachers have shown that teachers who have more positive attitudes toward reading and who read more than their colleagues use a greater number of instructional practices associated with the best practices (McKool, 2009; Burgess, Sargen, Hill & Morrison, 2011; Haverback) . All these studies have exhibited the importance of reading habits and attitudes for teacher development. Therefore, reading can be an indispensable tool for sustainable teacher development. However, to the authorsí knowledge, no studies have investigated the possible relationship between early childhood teachersí teaching efficacy, their sustainability and their reading attitudes and habits.
Early childhood teachers deal with small children who are curious. They have a wide range of interests and ask a lot of questions about the subjects that they are interested especially in story reading (Kabadayi, 2005) .
Therefore, an early childhood teacher should be knowledgeable, at least at a basic level, on many subjects. As it was mentioned above a good teacher should have a good command of content and pedagogical knowledge. Reading is a tool, which would support early childhood teachers in their efforts to improve their content, pedagogical, and general knowledge thus, it would serve for early childhood teachersí sustainable development as it is really an effective tool to sustain the future teachers (Hiller & Reichart, 2017) . Since several studies revealed an association between teaching efficacy and teachersí level of pedagogical and content knowledge (Şaşmaz-Oren, Ormanci . , & Evrekli 2011, Siegel & Wissehr, 2011) , it is reasonable to investigate the relationship between early childhood teachersí teaching efficacy, their attitudes toward reading and their reading habits. Thus, the purpose of this study is to investigate the relationship among early childhood teachersí teaching efficacy, their reading attitudes, the total number of the books they have read about their profession, and the total number of the books they have read on general topics. The study also aims to display the numbers and averages of early childhood teachersí general and profession-related books.
Method
Originally, 391 questionnaires were returned to the investigators. However, among 391 questionnaires, 29 had missing data. Therefore, they were discarded from the data set. Finally, the data set of the study consisted of 362 questionnaires from 51 different cities in Turkey. There are 83 cities in Turkey. Of the 362 early childhood teachers, 333 were female (91%) and 29 were male (9%). The ages of the teachers ranged from 21 to 50, with a mean age of 27.47 (SD= 4.5). The teachersí experiences ranged from 1 to 20 years, with a mean of 4,37 (SD= 3,52).
Instruments
The participants responded to a personal questionnaire: Early Childhood Teachersí Teacher Efficacy Scale (ECTTES) developed by Tepe and Demir (2012) and Reading Attitude Scale (RAS) developed by Gˆmleksiz (2004) . The personal questionnaire contained six questions, which were about the participantsí gender, age, and years of experience in teaching, the total number of books they have read on general topics, and the total number of books they have read on early childhood teaching. The ECTTES is a reliable and valid instrument that contains 37 items and it is divided into six subdimensions: efficacy for instructional strategies (IS; five items, e.g., ìI can design learning environments to foster problem solving skillsî); classroom management (CM; six items, e.g., ìI can control studentsí disruptive behaviours in the classroomî); communication (C; seven items, e.g., ìI can praise childrenís positive behavioursî); student engagement (SE; nine items, e.g., ìI can encourage children to express themselvesî); parent involvement (PI; five items, e.g., ìI can involve parents in decision making processesî) and planning (P; five items, e.g. ìI can determine developmentally appropriate goals for childrenî). The participants were asked to respond to each item in terms of their level of belief in being able to achieve each item. The responses ranged from 1 (Never) to 5 (Always). High scores on every subscale indicated higher levels of teaching efficacy. In the current study, Cronbach alpha coefficients for the general and sub dimensions (IS, CM, C, SE, PI, P) of ECTTES were found to be 0. 964, 0.836, 0.836, 0.816, 0.894, 0.867, 0.856 respectively. RAS is a five point Likert type scale. It contains 21 positive and 9 reverse items on attitudes towards reading (Gˆmleksiz, 2004) . Maximum and minimum scores which can be obtained from RAS are 150 and 30 respectively. RAS does not have sub-dimensions. Cronbach alpha coefficients for RAS were found to be 0.875. These Cronbachís coefficients are considered to be indicative of sound reliability for education (Issac & Michael 1995) .
Data Collection
The data were collected through the personal dissemination of online surveys and questionnaires. The investigators prepared online versions of questionnaires and announced them through social media such as Facebook, Twitter, Instagram, Whatsapp, etc. Thus, the investigators reached their former students who were currently working as early childhood teachers and created a message chain to reach the maximum number of early childhood teachers. Beside online application, the investigators also visited schools in the city centre and, after they explained the purpose of the study to teachers and informed them that they could quit any time, they gave questionnaires to the teachers who indicated a willingness to participate and left the school. The teachers answered the questionnaires privately. A week later, the investigators visited the same schools again and gathered the questionnaires. Descriptive statistics revealed the maximum minimum number, the total number of the general topic books and the total number of the professional books read by the teachers. Several stepwise multiple regressions were calculated to predict the total and the six sub-dimensions of the early childhood teachersí teacher efficacy (IS, CM, C, SE, PI, P) based on their age, years of experience, reading attitudes, the total number of the books they have read about their profession, and the total number of the books they have read on general topics. The teachersí ages and years of experience were included in the analysis because previous studies indicated that these variables were among the predictors of teachersí efficacy.
Results
The total number of the general topic books read by the teachers ranged between 4 and 1500. The average numbers of the general topic books read by the teachers were 237. The total number of the professional books read by the teachers ranged between 0 to 700. The average number of the professional books read by teachers was 43. For IS, regression analyses indicated reading attitudes as a significant predictor. A significant regression equation was found (F (1,364) = 48,86 p < 0.0001 with an adjusted R 2 0.116). The participantsí predicted IS was equal to 9,83 +0.085 (reading attitudes). The participantsí IS increased 0.085 points for each point that they received from reading attitudes. Reading attitudes were a significant predictor of the early childhood teachersí teacher efficacy for IS. It explained 11% of the variance in IS.
For CM, regression analyses showed teaching experience and reading attitudes as significant predictors. A significant regression equation was found (F (2,363) = 45,86 p < 0.0001 with an adjusted R 2 0.142). The participantsí predicted CM was equal to 13,67 +0.096 (reading attitudes) +0.153 (teaching experience). The participantsí CM increased 0.089 points for each point that they received for reading attitude and 0.153 points for each year that they spent in their profession. Reading attitudes and teaching experience were the significant predictors of the early childhood teachersí teacher efficacy for CM. Together, they explained 14% of the variance in CM. The unique contributions of each independent variable (reading attitudes and teaching experience) for predicting CM were 11% and 3% respectively. For C, regression analyses indicated reading attitudes and ages as significant predictors. A significant regression equation was found (F (2,363) = 44,89 p < 0.0001 with an adjusted R 2 0.194). The participantsí predicted C was equal to 13,41 +0.115 (reading attitudes) +0.096 (ages). The participantsí C increased 0.115 points for each point that they received for reading attitudes and 0.096 points for each year that they lived. Reading attitudes and ages were the significant predictors of the early childhood teachersí teacher efficacy for C. Together, they explained 19% of the variance in C. The unique contributions of each independent variable (reading attitudes and ages) for predicting C were 17% and 2% respectively.
For SE, regression analyses indicated reading attitudes and teaching experience as significant predictors. A significant regression equation was found (F (2,363) = 44,96 p < 0.0001 with an adjusted R 2 0.194). The participantsí predicted SE was equal to 17,609 +0.161 (reading attitudes) +0.148 (teaching experience). The participantsí SE increased 0.161 points for each point that they received for reading attitudes and 0.148 points for each year that they have worked as an early childhood teacher. Reading attitudes and teaching experience were the significant predictors of the early childhood teachersí teacher efficacy for SE. Together, they explained 19.9% of the variance in SE. The unique contributions of each independent variable (reading attitudes and teaching experience) for predicting SE were 18% and 1.9% respectively.
For PI, regression analyses indicated reading attitudes and teaching experience as significant predictors. A significant regression equation was found (F (2,363) = 40,209 p < 0.0001 with an adjusted R 2 0.177). The participantsí predicted PI was equal to 4,145 +0.116 (reading attitudes) +0.196 (teaching experience). The participantsí PI increased 0.116 points for each point that they received for reading attitudes and 0.196 points for each year that they worked as an early childhood teacher. Reading attitudes and teaching experience were the significant predictors of the early childhood teachersí teacher efficacy for PI. Together, they explained 18% of the variance in PI. The unique contributions of each independent variable (reading attitudes and teaching experience) for predicting PI were 14% and 4% respectively.
For P, regression analyses indicated reading attitudes and teaching experience as significant predictors. A significant regression equation was found (F (2,363) = 28,787 p<0.0001 with an adjusted R 2 0.132). The participantsí predicted P was equal to 9,231 +0.088 (reading attitudes) +0.093 (teaching experience). The participantsí P increased 0.088 points for each point that they received for reading attitudes and 0.093 points for each year that they worked as an early childhood teacher. Reading attitudes and teaching experience were the significant predictors of the early childhood teachersí teacher efficacy for P. Together, they explained 13% of the variance in P. The unique contributions of each independent variable (reading attitudes and teaching experience) for predicting P were 12% and 1% respectively.
For the total teacher efficacy score, regression analyses indicated reading attitudes and teaching experience as significant predictors. A significant regression equation was found (F (2,363) = 48,764 p < 0.0001 with an adjusted R 2 0.207). The participantsí predicted total efficacy was equal to 69,146 +0.654 (reading attitudes) +0.755 (teaching H¸seyin Kotaman, Asli . Balci . , and Zeynep Nur Ki . li . ç Aydi . n 86 experience). The participantsí total efficacy increased 0.654 points for each point that they received for reading attitudes and 0.755 points for each year that they worked as an early childhood teacher. Reading attitudes and teaching experience were the significant predictors of the early childhood teachersí total teacher efficacy. Together, they explained 20% of the variance. The unique contributions of each independent variable (reading attitudes and teaching experience) for predicting the total teacher efficacy were 18% and 1% respectively.
Discussion
The sub-purpose of the study was to figure out early childhood teachersí reading frequencies. In this study, the early childhood teachers reported an average of 237 general topic books and 43 professional books with ranges between 4 and 1500 and between 0 and 700 respectively. These numbers are not in line with the other studies that had reported reading frequencies of the Turkish public and the Turkish elementary and middle school teachers (Odabaşi . (2013) emphasized that 59% of the elementary and middle school teachers did not read regularly and 55% of them read less than five books the previous year. In consideration with the mean age (27.47) of the participants, it seems that early childhood teachers read more than the general public and the elementary school teachers. The Turkish elementary school curriculum is more subject-oriented than the early childhood school curriculum. In the elementary school curriculum, there are certain subjects to teach such as reading, writing, arithmetic, problem solving, and social studies. Compared to the early childhood school curriculum, it is a more teacher-directed program. The early childhood school curriculum is more flexible and open-ended compared to the elementary school curriculum. Therefore, early childhood teachers may encounter more questions than elementary school teachers and they may feel obligated to equip themselves. In order to do that, they may read more than elementary school teachers. However, we have to keep in mind the selfreported nature of the data which allows inflation of numbers.
The main purpose of the study was to examine the impact of teachersí reading attitudes, years of experience, ages, the number of the books they read and the number of the professional books they read on their teaching efficacy. For all the subtests of teacher efficacy such as instructional strategies (IS), classroom management (CM), communication (C), student engagement (SE), parent involvement (PI), planning (P) and their total, reading attitudes appeared as a significant predictor. Stepwise regression analyses for the subtests CM, SE, PI, P and for the total teaching efficacy indicated reading attitudes and teaching experience as significant predictors. For the subtest C, reading attitudes and ages appeared as significant predictors. Neither teaching experience nor ages were among the significant predictors for SE. Stepwise regression revealed reading attitudes as the sole predictor of IS. All analyses yielded reading attitudes as the main predictor. The highest rate of the variance that was explained by teaching experience was 4%, which was for PI. Ages explained 2% of all the variance for C.
Mastery experiences are known as the most effective sources of self-efficacy (Bandura (1977; 1986) . It is also true for teaching efficacy (Chao & Ho, 2016; Telese, 2016; Kotaman, 2010) . Therefore, the appearance of teaching experience as a predictor for five out of the six subtests and the total teaching efficacy score is consistent with the teaching efficacy literature. Only in C (communication) subtest, ages entered into the model as one of the predictor variables. The findings revealed that as ages increased, so did the communication efficacy of the teachers. Older teachers may be parents longer than younger teachers and that may positively affect their communication skills.
Teaching is an intellectual profession. We live in an age of information and knowledge which requires lifelong learning. Therefore, sustainable professional teacher development is a necessity for teachers (El-Deghaidy, 2012; Hiller & Reichart, 2017; Zhukova, 2018) because, in order to awaken studentsí interests, guide them in their efforts to construct, transform and acquire knowledge, teachers have to be well-equipped. Thus, reading functions as an effective tool that would enable teachersí sustainable professional development for their lifelong development and improvement (Bélanger and Longden 2009; Colker 2008; Watson et al. 2010; Cunnigham & Stanovich, 1997) . The findings of the study partially emphasize the importance of reading attitudes for teachers. Reading attitudes appeared as a significant predictor of all the subtests and the total teaching efficacy score. As the teachersí reading attitudes increased, so did their teaching efficacy. Benevides and Peterson (2010) conducted with 227 prospective K-12 teachers revealed that participantsí reading habits and attitudes were correlated significantly with high and composite reading and writing scores. Teachersí positive attitudes toward reading is important because they can be good models for their students and, thus, support the development of positive reading attitudes in their students (Benevides & Peterson 2010) . However, having positive reading attitudes does not guarantee reading. Reading frequencies and reading attitudes are expected to be related but they are still two different things. Although reading attitudes appeared as the main predictor of teaching efficacy, the number of general topic and professional books did not enter into the model as a predictor for neither the subtests nor the total teaching efficacy. Several studies revealed that although teachers emphasized the importance of reading, they themselves had not read as much as a person who would value reading (Mckool, & Gespass, 2009; Rimensberger, 2014) . Mckool and Gespass (2009) have found that while most elementary school teachers value reading, only half of them read for pleasure on a daily basis. In another study, Rimensberger (2014) in South Africa reached similar findings. In his study, prospective teachers displayed positive attitudes toward reading and they strongly agreed on the importance of reading. However, they spared very little time for reading. Therefore, there may be discrepancy between participantsí reading attitudes and their actual reading performances. On the other hand, a strong relationship between reading attitudes and reading behaviours is expected. Therefore, it is reasonable to claim that these variables work in accordance as independent variables. Therefore, as the main predictor of teaching H¸seyin Kotaman, Asli . Balci . , and Zeynep Nur Ki . li . ç Aydi . n 88 efficacy, reading attitudes may have shadowed the variables about reading behaviours. Even though attitudes and behaviours are not the same, our data have revealed the importance of reading attitudes for early childhood teachersí teaching efficacy. This outcome is consistent with teaching efficacy literature because it has been defined as a belief (Bandura, 1997; Tschannen-Moran, Hoy, & Hoy 1998) .
Implications
As it was mentioned above, compared to their colleagues with less teaching efficacy, teachers with higher teaching efficacy tend to be more open to the use of new instructional ideas and strategies, to be better at promoting learning of slow students, to display higher professional commitment, motivation, job satisfaction and less teacher burnout and to have more academically successful students (Shidler, 2009; Goddard, Hoy, & WoolfolkHoy 2000; Muijs & Reynold, 2002; Gaith & Yaghi, 1997; Shchar & Shmuelevitz, 1997; Skaalvik & Skaalvik, 2007; Tschannen-Moran, Hoy, & Hoy, 1998; Ware & Kitsantas, 2007) . Therefore, increasing teachersí teaching efficacy is a worthwhile effort, which would support their sustainable professional development. The study revealed reading attitudes as a significant factor that is related to all the dimensions of early childhood teachersí teaching efficacy beliefs. Therefore, efforts to increase early childhood teachersí reading attitudes may have a positive impact on their teaching efficacy beliefs. Braithwaite (1999) stated that ìIt apparently does matter what teachers think. The evidence is that teaching is a complex and cognitively and attitudinally demanding task and that beliefs affect implementation processes and to some degree, student outcomesî (p. 20). Therefore, striving for increasing early childhood teachersí reading attitudes may be worthwhile. It may increase their actual reading and, in return, a positive effect may occur for both themselves and their students. Book clubs and peer reading groups can be promoted among teachers in order to foster reading.
Limitations
The data were gathered from self-reports from volunteer participants. These were the main limitations of the study. It is possible that the teachers who read more were willing to participate in the study. We asked the teachers the total number of the general topic and professional books they read until then. They may have difficulty figuring out the exact number. Therefore, there may be some deviations in the data. Also, because reading is a socially respected habit and the society demands exemplary behaviours from teachers, the teachers may have inflated the numbers they reported. Future studies can focus on these issues. For example, asking teachers for library memberships and how many books they have borrowed or listing the names of the books they have read may improve the validity of the data. Also, the impact of the types of the books that teachers read on their teaching performances and on the other aspects of the professional life such as job satisfaction and burnout can be investigated in the future studies.
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